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Abstract 
School discipline has been linked to significant positive and negative outcomes for both students 
and teachers. The current study examined the predictive power of Illinois, public school teacher 
variables on the use of specific discipline strategies in the classroom.  One hundred eleven 
teachers completed a survey with vignette developed by the primary researcher which was used 
to assess teachers’ confidence in implementing discipline strategies, perceived effectiveness of 
discipline strategies, and perceptions of peer use and peer beliefs about discipline strategies.  The 
study used descriptive statistics to identify patterns of reporting and multiple linear regressions to 
determine the predictive power of the variables in determining the frequency of use of various 
discipline strategies. Results of the multiple regressions yielded some significant findings for 
perceived effectiveness, teachers’ confidence, and perceived peer use as predictors for teachers’ 
use of discipline strategies.  Descriptive statistics identified patterns of strategy use that largely 
correspond to research supported discipline strategies including using exclusion least frequently 
and using less restrictive strategies more often.  Despite significant research support, positive 
reinforcement was not reported being used most often.  Limitations of the study include the type 
of measure utilized (self-report), confounding variables, and length of the study.  
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Teacher Perceptions and Use of Evidence-based Discipline Practices 
 Discipline practices in schools are linked to positive and negative consequences for 
students, teachers, administrators, and parents.  Effective discipline is a necessary component of 
all schools and without it, the true purpose of school, educational achievement, could not be 
realized.  Nonetheless, there is evidence that achieving an effective discipline program is elusive; 
for example, the Department of Education reported that in the 2011-12 school year, 38% of 
teachers agreed or strongly agreed that student misbehavior, student tardiness, and class cutting 
interfered with teaching. Additionally, the same report noted that the percentage of teachers 
reporting that student misbehavior interfered with teaching had increased from the previous 
survey year 2007-08 (34%; Digest of Education Statistics, 2015).  These statistics offer some 
explanation for the vast amount of research on this topic.  The purpose of the current study was 
to expand research on school discipline by focusing on teacher perception of the use and 
effectiveness of various school discipline practices.  It is understood that an individual’s 
perceptions influence practice (Lumpe et al., 2011), which is why the focus of the current study 
was to identify how teachers perceive the various discipline strategies and the role that plays in 
their use of particular strategies.  Before exploring discipline practices and related issues in the 
school setting, it is important to understand what is meant by school discipline.  
Definition of Discipline 
 Although the research literature on school discipline is extensive in quantity and variety, 
it lacks specificity in terms of defining exactly what is meant by discipline.  Merriam-Webster 
(2016) defines discipline in a variety of ways: “punishment,” “training that corrects, molds, or 
perfects mental faculties or moral character,” “control gained by enforcing obedience and order,” 
“orderly or prescribed conduct or pattern of behavior,” and “a rule or system of rules governing 
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conduct or activity.”  The definitions of discipline in the context of school vary throughout the 
research literature to incorporate different parts of the Merriam-Webster’s definitions, as well. 
For instance, Chemlynski (1996) describes discipline as a process of teaching, not punishing, and 
uses a definition from Jones (1987) which describes school discipline as “the business of 
enforcing classroom standards and building patterns of cooperation to maximize learning and 
minimize disruption.”   
In the existing literature, classroom management, punishment, and discipline have all 
been used interchangeably to describe some of the same practices (Emmer & Stough, 2001; 
Reyna & Weiner, 2001).  For this reason, it is important to differentiate between punishment, 
discipline, and classroom management. “Discipline generally involves instruction and guidance, 
whereas punishment is intended to suppress responses of the child that are viewed as 
undesirable…” (Holden, 2002).  Another definition of punishment is the use of punitive or 
utilitarian strategies to ensure fairness and an expected level of performance (Reyna & Weiner, 
2001).  On the contrary, classroom management has been defined as “actions taken by the 
teacher to establish order, engage students, or elicit their cooperation (Emmer & Stough, 2001).”  
Further, whereas the term punishment is used almost entirely to mean a reactionary strategy, 
classroom management has encompassed both proactive and reactive strategies (Emmer & 
Stough, 2001).  
The current study investigates practices used to discipline school children. For this 
reason, the following definition outlined by Merriam-Webster (2016) for discipline as a verb in 
reference to students was adopted: “To punish as a way to bring about good behavior, to train in 
self-control or obedience, or to bring under control.”  In other words, in the current study, the 
term discipline refers to the efforts of a teacher or school to regain order or performance when it 
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has fallen outside the realm of expectation, or in response to misbehavior.  Examples of this 
include verbal or physical cues to return a student to on-task behavior, sending a student to the 
office for aggressive behavior, and ignoring a student believed to be engaging in attention-
seeking behaviors in the classroom (Zuckerman, 2007), or detention, suspension, or expulsion at 
the school level (Mitchell & Bradshaw, 2013).  For the current study, discipline does not include 
all systems and rules in place to maintain order, such as established classroom expectations or 
rules and token economy or other preventative actions, it includes only those strategies used to 
regain it once it has been lost or once misbehavior has already occurred.  Although there is a 
great need for the investigation of proactive classroom management as well, it was beyond the 
scope of the current study.   
Literature Review 
Types of Discipline Practices to Regain Control of the Classroom or School 
Classroom.  There are dozens of different techniques teachers can use to regain control of the 
classroom and numerous ways to categorize these techniques.  Discipline can be categorized by 
the goal of its implementation, whether that is to be punitive/retributive or instructive/utilitarian 
(Chemlynski, 1996; Reyna & Weiner, 2001).  Discipline can also be categorized by the person in 
control of it, whether it is the teacher or child (Freiberg & Lamb, 2009; MacAllister, 2013).  For 
the purpose of this study, the best way to categorize the various disciplinary techniques is by 
level of restriction, from least to most restrictive, such as reinforcement, environmental control, 
record keeping, mild reprimand, harsh reprimand, removal of privileges, and exclusion.  These 
categories of discipline will be discussed further next.    
 Zuckerman (2007) divided disciplinary techniques by whether they were proactive or 
reactive types in nature.  Proactive discipline was defined as “strategies to avert an imminent 
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disruption” while reactive discipline was defined as “strategies to forestall, stop, or punish a 
breach of order immediately.”  Examples of proactive discipline that were both listed in the study 
and met the definition used in the current study include: non-punitive time-outs, redirecting off-
task behavior, changing seating arrangement, and using nonverbal cues.  These were categorized 
as proactive because they were done at the onset of a student misbehavior to prevent escalation; 
however, they are still reactive in nature and so qualify as the type of discipline investigated in 
the current study. Specific examples of redirecting off-task behavior included calling on an off-
task student or providing an opportunity to respond.  Some of the specific nonverbal cues 
teachers used included a stern look, moving closer to the misbehaving student, tapping on the 
student’s desk, flashing the room lights, ignoring the behavior, or crossing their arms.  For the 
purposes of the current study, non-punitive time-outs would be categorized as exclusion, 
redirecting off-task behavior would be considered mild reprimand, and changing seating 
arrangement would be categorized as environmental control.  Conferring, record keeping, and a 
range of teacher reactions from non-verbal cues to verbal reprimands were the reactive discipline 
types listed in the study that also met the definition of classroom discipline used in the current 
study, the efforts of a teacher or school to regain order or performance when it has fallen outside 
the realm of expectation, or in response to misbehavior.  Conferring was defined as a private 
discussion between the student and teacher about the student’s behavior (Zuckerman, 2007).  
The current study categorized conferring as mild reprimand and record keeping remained the 
same.   
Another categorization often used is consequence-based discipline. Consequence-based 
discipline is discipline used following a behavior, as in reactive discipline, but ultimately ends 
with either a reinforcer following positive behavior or punishment or loss of privilege following 
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misbehavior.  This category encompasses some of the types of discipline already accounted for 
in proactive discipline, such as planned ignoring, but includes some of those not listed as well, 
such as punitive time-outs (Payne et al., 2005).  For the current study, punitive time-outs were 
categorized as exclusion.  Roache and Lewis (2011) offer aggression as an additional strategy.  
Aggression involves the use of sarcasm, shouting, and personal attacks.  In the current study, 
aggression was categorized as harsh reprimand.   
Additionally, teachers sometimes implement traditional exclusionary practices.  These 
practices are defined as removal of a student from the classroom and isolation or time away from 
other students, and these include after school detention or sending students to the hall or 
principal’s office (Pane et al., 2014).  For the present study, exclusion included these examples 
and both forms of time-outs listed above (See Table 1).  
School.  There are also discipline strategies used by school officials outside the realm of those 
used by teachers to regain order in the classroom in cases of aggressive behaviors or drug 
possession.  These too can fall under the category of exclusionary discipline and include 
suspension, or a set time of non-attendance at school, and expulsion, a removal of the student 
from the educational setting for a set, extended period of time (Kupchik & Catlaw, 2015; Lee et 
al., 2011; Taras et al., 2003).  Furthermore, corporal punishment is still legal in several U.S. 
states, and it is considered a disciplinary strategy (Turner, 2016).  The current study did not 
consider corporal punishment due to all of the participants working in Illinois, a state which does 
not allow corporal punishments in schools (Gershof & Font, 2016).  
Implementation Issues 
 In addition to the significant number and types of discipline strategies, there can also be 
an issue with fidelity in the implementation of the strategies.  A study conducted by Shernoff and 
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Kratochwill (2007) examined the impact of The Incredible Years Classroom Management 
Program on managing disruptive behaviors in four preschools. The study not only looked at the 
impact on behavior, but at the difference in teachers’ confidence in implementation given 
different training methods.  They found that teachers who received consultation in addition to 
video modeling reported higher self-confidence and greater use of the proactive strategies than 
teachers who received video modeling only. The researchers suggested that the teachers who felt 
more adequately trained in classroom management strategies would be more confident in 
implementing those strategies.  The researchers also looked at student outcomes and found 
mixed results with students in both groups having reduced disruptions, but finding no significant 
between group differences (Shernoff & Kratochwill, 2007). The study was relatively small and 
not diverse in terms of race, ethnicity, or geography limiting generalizability of the findings. 
One thing is certain, though.  Regardless of the definition or the type of discipline in use, 
school discipline is associated with a significant number of positive and negative outcomes for 
both students and teachers, which is discussed next.  The relationship between students’ lower 
ratings of order and fairness in the classroom and exclusionary discipline is just one example of 
these outcomes (Mitchell & Bradshaw, 2013).      
Impact of Discipline 
Students. The effects of school discipline on students are far reaching. Discipline shares links to 
student-teacher relationships and consequences related to those relationships, as well as students’ 
future social skills and citizenship qualities (Elledge et al., 2016; Engels et al., 2016; Hallinan, 
2008; Mitchell & Bradshaw, 2013).  Discipline also has ties to prejudicial practices and 
consequences related to that treatment (Kupchik & Catlaw, 2015; Monahan et al., 2014; Skiba et 
al., 2002).  However, if implemented well, feelings of security, positive developmental 
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outcomes, and positive academic outcomes have also been linked to school discipline (Spilt et 
al., 2016).    
School discipline practices have links to student-teacher relationships.  Mitchell and 
Bradshaw (2013) studied the use of exclusionary discipline practices and School-wide Positive 
Behavioral Interventions and Supports (SWPBIS) and the correlation of those to student-teacher 
relationships, order and discipline, fairness, and achievement motivation.  The study consisted of 
data collected from 1,902 fifth grade students from Maryland who completed the elementary 
School Climate Survey and 93 fifth grade teachers from Maryland who completed the Classroom 
Effective Behavior Support Survey and a checklist for each student regarding their office 
referrals for discipline during the school year.  Results of the study showed that exclusionary 
discipline practices were associated with lower ratings of order and discipline in the classroom.  
Results also showed the use of positive behavioral strategies, such as building a foundation of 
classroom behavior expectations by teaching students the behaviors and then rewarding students 
who followed the expectations, was associated with higher rates of fairness, higher levels of 
positive student-teacher relationships, and increased order and discipline.  The researchers did 
not consider outside influences, such as family and peer influences.  The data from the study 
were also limited in generalizability due to the limited age range of the participants and the 
exclusion of special education students from the sample.  Furthermore, it was not possible to 
determine transactional effects between student behavior, teacher discipline and classroom 
management practices, and student perceptions about school climate; nor was it possible to 
determine causation.         
 Some researchers have also shown that students’ relationships with teachers are 
impactful.  For instance, Hallinan (2008) studied the influence of teachers on students’ feelings 
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about school.  The researcher used data from 35,132 fifth, sixth, eighth, and tenth grade students 
in Chicago public schools and 4,421 fifth, sixth, eighth, and tenth grade students in Chicago 
Catholic schools to project a cross-sectional model of how much the students liked school given 
a number of variables. The researcher also examined longitudinal models of how much students 
in the Catholic schools liked their school.  Controlling for differences in student characteristics 
and background, the author investigated how much a student felt the teacher was fair, praised 
hard work, and cared about the student. Results showed that teachers can increase students’ 
connections to school when students feel they are cared about, respected, and praised.  The age 
of these data could be cause for some caution in interpretation since data were collected 
biennially beginning in 1997; however, the inclusion of factors external to school and both 
student and teacher demographics provide significant information lacking in many other studies 
on this subject.  
 Research done by Engels et al. (2016) also linked teacher-student relationships to student 
behavioral engagement, such as paying attention in class.  A large sample of students, 1,116, 
from nine secondary schools completed a survey about their own participation in school, their 
peer relationships, and their relationships with teachers.  Results of the study identified a 
correlation between positive teacher-student relationships and increased behavioral engagement 
over time and alternately, a correlation between negative teacher-student relationships and 
decreased behavioral engagement.  As with many of the other studies into student outcomes, 
outside influences, such as family supports, or risk levels were not taken into consideration.  
Additionally, the generalizability of these findings to the U.S. student population is limited as the 
study was conducted in Belgium.  
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 Student-teacher relationships can also serve a protective role for students.  Elledge et al. 
(2016) studied student-teacher relationships and peer victimization.  The researchers used data 
from fourth and fifth grade students in the South-Central region of the United States who were 
taking part in research which examined correlates of peer victimization to identify a link between 
the student-teacher relationship and levels of peer victimization.  Results showed that the 
student-teacher relationship was a moderator for peer victimization and social risk, and the 
researchers found that students rated low in social preference benefited from a positive student-
teacher relationship.  This study does not provide any information that would explain why the 
student teacher relationships work in this way, nor can it be used to determine causation of 
student behavioral engagement. 
The student-teacher relationship has also been examined for its impact on student well-
being.  Murray and Greenberg (2000) examined students’ relationships with teachers and their 
perception of the school environment to group the students and then studied the students’ social 
and emotional adjustment scores on self and teacher rating scales.  Results of the study showed 
that poor relationships with teachers and poor perceptions of the school environment were 
positively linked with poorer social and emotional adjustment scores.  The data from this study 
have limited generalizability due to being taken only from one urban school district.  It is 
possible that perceptions of school environments could be very different across different school 
settings (urban, suburban, rural, etc.)  Additionally, it is likely that students’ social and emotional 
adjustment is also related to factors outside of the school, such as family history of mental health, 
substance use, domestic violence, and so on.  
 Hamre and Pianta (2001) conducted a longitudinal study to examine the trajectory of 
student grades, standardized test scores, work habits, and discipline records given the teacher’s 
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perception of the quality of early student-teacher relationships.  Teachers rated their relationships 
with students in the spring of their kindergarten year in terms of closeness, amount of conflict, 
and level of dependency.  Teachers also completed rating scales for students assessing conduct, 
learning, shyness, and anxiety problems.  Students were administered a test of cognitive 
development while in kindergarten to determine an estimate of cognitive ability.  Throughout 
first through eighth grades, student grades, scores on standardized achievement tests, teacher-
rated work habits, and school disciplinary records were tracked.  Results of the study showed 
student-teacher relationships were a better indicator of boys’ outcomes than girls’.  Relationships 
rated high in conflict and dependency were associated with poor academic outcomes throughout 
the years.  Teachers’ perceptions of students’ dependency were associated elementary academic 
outcomes rather than middle school; however, their perceptions of conflict were associated with 
lower math and reading grades throughout the study.  For both boys and girls, higher levels of 
reported conflict in kindergarten were associated with fewer reported positive work habits in 
lower elementary school and more disciplinary actions in upper elementary school.  Furthermore, 
higher levels of reported conflict in kindergarten were associated with more disciplinary actions 
in middle school for boys.  Ratings of high dependency in kindergarten boys were also 
associated with fewer reported positive work habits in lower elementary school and more 
disciplinary actions in upper elementary school.  Higher ratings of closeness in kindergarten girls 
were associated with positive work habits in lower elementary school and fewer disciplinary 
actions in upper elementary school.  This study was a correlational study and could not 
determine causation.  In addition, factors external to the school environment were largely 
excluded, though the researchers did control for certain student characteristics.           
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 17 
 
Further research has linked general classroom management and school discipline to 
school connectedness.  McNeely et al. (2002) studied factors which might influence students’ 
sense of connection to school.  The researchers used previously collected data from a nationally 
representative sample of seventh through twelfth grade students at 80 high schools and middle 
schools that feed into those high schools.  They used hierarchical linear models to demonstrate 
the school characteristics that most influenced students’ attachment to school.  Results showed 
that several school-level variables influenced attachment; however, among the more influential 
variables were classroom management and school discipline policies.  Teachers who showed 
more empathy and consistency and who gave students more responsibility and independence 
were linked to students who felt more connected to school.  Schools with more lenient or less 
punitive discipline policies were also linked to students who felt more connected to school.   The 
results of this study should be interpreted with caution considering that some of the eliminated 
responses were due to missing answers.  For example, the item about school connectedness was 
at the end of the survey, and for those who could not finish the survey, their level of 
connectedness is unknown.    
Alternately, school discipline practices in the past have not only been linked to school 
dropout but have also been used to disproportionately increasing dropout rates of specific groups 
of students.  Ekstrom et al. (1986) analyzed data from the High School and Beyond Study, a 
longitudinal study of a sophomore and a senior class examining educational, vocational, and 
personal development of the students, and they found that higher rates of suspension were linked 
to higher rates of later school dropout.  Bowditch (1993) conducted an ethnographic study which 
showed that suspensions are sometimes used by school staff to encourage students seen as 
“troublemakers” to leave school, raising concerns about racial, economic, and gender disparity.  
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Furthermore, the disciplinary practices used to manage a classroom may be related to 
student developmental outcomes.  Spilt et al. (2016) examined teachers’ use of praise and 
reprimand as a classroom intervention and measured changes in student behavior, self-concept, 
and emotional engagement following the intervention.  Results of the study showed teachers’ use 
of praise and reprimands influenced students’ behavioral and emotional development. This study 
linked higher rates of praise and lower rates of reprimands to positive child outcomes.  Whereas 
higher rates of reprimands were associated with negative outcomes, such as increased teacher 
reported student hyperactivity, peer reported oppositional behavior, and decreased child reported 
self-concept.  The findings of this study were limited due to the homogenous and advantaged 
nature of the sample.  Additionally, the study did not examine differential effects among children 
in the classrooms.     
More severe disciplinary practices include the use of exclusionary punishments, such as 
suspensions and expulsions.  These, too, have been linked to negative consequences for students. 
Much research into what is commonly referred to as the “school-to-prison-pipeline” has been 
conducted to examine just these consequences.  Kim (2009) defines the school-to-prison-pipeline 
as the “policies and practices that systemically push at-risk youth out of mainstream public 
schools and into the juvenile or criminal justice systems.”   
Monahan et al. (2014) examined youths’ likelihood of arrest for months in which they 
were suspended or expelled and noted student characteristics to identify any moderating 
variables.  Using longitudinal data, the researchers found that the likelihood of arrest for youths 
was higher in months in which the student was suspended or expelled, particularly for students 
who were considered less at-risk.  The researchers also accounted for any influence of student 
demographics and outside factors in the observed outcomes.  Though the sample size was large, 
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few female students were included, due to discrepancies in who receives exclusionary discipline.  
The data were based on self-report and no school reports were utilized, suggesting the findings 
should be interpreted with caution.  Further, the timing of the arrest was unclear (i.e. before or 
after suspension).   
Mittleman (2018) examined if school suspensions in childhood can increase risk for 
juvenile arrests. Results showed that only 36% of those subjected to childhood suspension made 
it to age 15 without any further sanction.  By age 15, an arrest record had been acquired for 19% 
of those who had faced childhood suspension.  Additionally, 62% of those who had been 
suspended in childhood went on to receive at least one additional suspension or expulsion.  
Conversely, of those children who did not face childhood suspension, only 9% were arrested by 
age 15 and only 39% experienced further sanction, legal or school.  The sample used in this 
study was from an urban and disadvantaged area suggesting that the findings may not generalize 
to more advantaged or rural settings.     
Kupchik and Catlaw (2015) examined longitudinal data to identify links between school 
discipline and future civic participation.  The data were collected through an Add Health survey 
of seventh through twelfth grade students, parents, and school administrators in 1994-1995 as 
well as follow-up data through 2007-2008.  Results showed that young adults who had a history 
of school suspension were less likely to vote or participate in other civic activities than young 
adults without such a history, even when controlling for race/ethnicity.  It is possible that there 
are other variables and risk factors for both suspension and low civic participation; however, the 
results were consistent with prior research suggesting civic participation is taught through 
inclusive, democratic, educational climates and that, by the very nature of suspension, time and 
participation in these climates is limited. In other words, missing out on educational 
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opportunities was related to negative outcomes.  The data used in this study were gathered from 
Waves 1 and 2 of the Add Health survey, which are relatively dated having been collected 
between 1994-1996.         
Moreover, these types of exclusionary discipline practices have historically been used 
disproportionately with minority students.  Skiba et al. (2002) examined disciplinary office 
referral data from Midwestern middle school students in a large, urban school district.  They 
found male students and black students to be over-represented in office referrals, suspensions, 
and even more so in expulsions.  In the same study, female students and white students were 
under-represented in all disciplinary measures.  The racial disparities found in the study were not 
explained by higher rates of misbehavior in African-Americans, and in fact, African-Americans 
had more office referrals for subjective misbehaviors compared to white students.  
The studies cited above provide valuable information on school discipline and its impact 
on students, but most failed to consider external factors that could impact student outcomes.  
Skiba et al. (2002) did control for socioeconomic status (SES) in his study but did not consider 
other factors, such as cultural differences, community resources, and family influence.  
Additionally, most of the studies were correlational and used self-report measures, thus causation 
could not be established, or the studies suffered from socially desirable responses, respectively.  
Many of the studies also used homogenized participant samples in terms of age, geographical 
location, or socioeconomic status, limiting generalizations to broader groups.  
Classroom.  Discipline is not limited in scope to the recipients; it may also have consequences 
for students who witness the discipline as well.  The other students in the classroom experience 
the classroom management skills of the teacher, which can lead to both positive and negative 
outcomes.  Milkie and Warner (2011) examined the impact of the school environment on 
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emotional and behavioral functioning of students.  Using a nationally representative sample of 
first graders, the researchers examined several variables which can be impacted by the learning 
environment including learning problems, externalizing problems, interpersonal problems, and 
internalizing problems.  Results of the study predicted that behavior problems in the classroom 
can lead to learning problems and externalizing problems.  This finding is not surprising; 
discipline problems are conflict in nature and may be stressful for the whole class. Furthermore, 
behavior problems in the classroom were linked to increased internalizing problems for white 
students, but not for black students (Milkie & Warner, 2011). It should be noted that the results 
were based on teachers’ self-report, which is suspect to socially desirable responses and possible 
bias.  Nonetheless, the methods teachers use to discipline students seem to be related to both 
negative and positive outcomes for students and the same appears to be true for the teachers 
themselves.   
Teachers.  The impact of disciplining students seems to be related to the evaluation of teachers 
by school administrators, teachers’ preparedness to handle student behavioral problems, 
teachers’ perceptions of classroom management and discipline, and teacher burn out. Thus, 
school discipline is not only linked to consequences for students, but for teachers as well.  
Teachers are impacted by school discipline in terms of their evaluations from administrators.  In 
a guide to improving teachers’ practice, Danielson and McGreal (2000) recommend that teachers 
be evaluated in four domains: Planning and Preparation, Classroom Environment, Instruction, 
and Professional Responsibilities. As a part of the evaluation of the classroom environment, 
teachers are assessed on being able to establish rapport and create a respectful environment, 
create an environment that encourages learning, manage the classroom, manage student 
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behavior, and organize the physical space of the room.  Most of these areas require effective 
discipline skills.    
Additional issues surrounding school discipline involve teachers’ preparedness to deal 
with the challenges associated with disciplining students in a classroom.  Baker (2005) examined 
teachers’ perceptions of their own readiness to engage in classroom management and discipline 
practices using an adapted survey of self-efficacy and readiness.  Results of the survey showed 
that teachers were less confident in dealing with disruptive or challenging students than they 
were in establishing general classroom rules.  Teachers also reported being confident and willing 
to use non-aversive classroom management techniques, such as voice modulation, facial 
expressions, planned ignoring, proximity control, and tension release.     
Ayebo and Assuah (2017) conducted a study to determine teachers’ classroom 
management knowledge.  The study compared teachers’ conceptions about three types of 
classroom management: rule-based, which focused on both setting and consistently enforcing 
rules and structuring and pacing lessons to prevent student misbehavior; dominance, which 
focused on the setting of strict rules and use of punishment to handle student misbehavior; and 
nurturance, which focused on the use of student choice and fun to help prevent student 
misbehavior. The researchers found that the leading conceptions of teachers about classroom 
management were rule-based; that is, most participants felt that the ability to set and observe rule 
following was integral to their ability to maintain classroom control.  In addition, while teachers 
attributed their knowledge of classroom management to a variety of sources, a large number 
emphasized the importance of continuing professional development in classroom management.   
  Lopéz et al. (2008) used data from a sample of 1,386 secondary teachers to identify a 
better way to predict teacher burnout.  They examined student behavior, classroom conflict 
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management, consensus/support for discipline, personality type, hardiness, outlook, social 
support, and life events, as well as whether the burnout was emotional exhaustion, 
depersonalization, or personal accomplishment as possible factors contributing to teacher 
burnout.  Teachers completed scales to rate each of these factors and the researchers used an 
integrative approach to examine factors important to teacher burnout.  Results of the study 
indicated that students’ disruptive behavior, difficulties with classroom management, and a lack 
of consensus or administrative support for disciplinary actions are all important components to 
consider when assessing the likelihood of teacher burnout. Furthermore, another factor that 
contributes to teacher burnout may be dispute with parents over student discipline.  Brunsting et 
al. (2014) examined numerous studies on the burnout of special education teachers and found 
that support or lack thereof from parents is one consequence faced by teachers.  Teacher received 
parental support is linked to higher self-efficacy and lower burnout; on the contrary, if teachers 
do not receive parental support, the opposite is true.  Brunsting et al. (2014) identified 
demographic information, but also included external factors about teacher burnout as did Lopez 
et al. (2008).  Additionally, Zhang and Sapp (2009) determined that the parental perception of 
teacher burnout can influence teacher credibility.  Unfortunately, the authors relied on student 
report of teacher burnout as well as desirable teacher traits and did not consider confounding 
variables.  Overall, the three studies discussed above relied on self-report measures that are open 
to socially desirable response or bias and participants were not diverse. Both of these limitations 
contribute to generalizability challenges.      
 In the foregoing, the literature on the definition of discipline in the school setting, the 
classroom discipline types, and the consequences of discipline problems for students and 
teachers was summarized.  It appears that effective student discipline is related to positive 
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outcomes for both students and teachers.  Given this background, the current classroom 
discipline practices by teachers are discussed next.   
Current Practice 
The state of school discipline is currently in transition.  There was an increase in 
popularity of zero tolerance practices following the occurrence of multiple school shootings in 
recent decades (Mongan & Walker, 2012).   Zero-tolerance policy was defined by the American 
Psychological Association (2008) as “a philosophy or policy that mandates the application of 
predetermined consequences, most often severe and punitive in nature, that are intended to be 
applied regardless of the gravity of behavior, mitigating circumstances, or situational context.” 
However, as noted above, the use of zero tolerance policies has been linked to more negative 
than positive student outcomes and the effectiveness of such practices has been challenged 
(Monahan et al., 2014).   
In the state of Illinois, for example, legislation has increased the number of steps required 
before a school expels or suspends a student.   Public Act 099-0456 indicates that if a school is to 
expel a student, a meeting must be set with the parent and the problem behavior discussed and 
then when the expulsion is enacted, a thorough documentation of the reasoning must be provided 
as well as a timeline for the expulsion.  It also indicates that if a school is to suspend a student, it 
must be done for no more than 10 days.  Furthermore, the parents or guardians must be notified 
of the suspension immediately and given a rationale for the suspension.  A summary of the 
situation must also be provided to the school board and the parents of the suspended student can 
request a board review of the suspension.  If students are suspended for more than 10 days, they 
must be granted the choice to attend an alternative school (Public Act 099-0456, 2016).  Because 
of the research showing the negative implications of this type of school discipline, emphasis has 
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shifted away from this approach toward more school-wide preventative measures (Sugai & 
Horner, 2002).   
This newer approach, often referred to as Positive Behavior Support (PBS), places an 
emphasis on student outcomes, uses evidence-based practices supported by the research 
literature, relies on data for decision making, and ensures the system can support such an 
implementation (Sugai & Horner, 2002).  According to the Association for Positive Behavior 
Support (2019), PBS teaches students new skills and makes changes to the educational 
environment to reward positive student behaviors and to prevent misbehaviors.  This 
preventative approach is a positive development in school and classroom management; however, 
preventative measures used in isolation would not address issues of misconduct after they have 
occurred. Thus, evidence-based reactive, disciplinary actions are still necessary.   
Even with the recent move toward positive behavior approaches, issues of 
disproportionality in student discipline and student outcomes are present.  Zakszeski et al. (2021) 
conducted an analysis of school-wide positive behavioral interventions and supports (SWPBIS) 
in urban schools in the mid-Atlantic region to determine the presence of disproportionality in 
office discipline referrals (ODR) on the basis of race, gender, grade level, and disability status.  
The researchers took ODR data from the School-Wide Information System (SWIS) in schools 
implementing SWPBIS as a Tier 1 behavioral support.  Results of the analysis showed higher 
risk indices for those students identifying as Black/African American, Latinx/Hispanic, male, 
and enrolled in upper three grades in each building in terms of receiving ODRs.  The findings 
from this study show that positive approaches such as SWPBIS alone are not enough to correct 
the disproportionalities present in the education system and further justify the recent push for 
increased social justice practices in education.  
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These positive approaches to education have been found, however, to align with social 
justice principles: dignity, access, equity, and participation.  Oxley and Holden (2021) analyzed 
the practices of three popular positive behavior approaches to determine how well they aligned 
with those principles.  The researchers examined studies on Restorative Practices, Positive 
Behavioral Intervention and Supports, and Collaborative and Proactive Solutions.  The 
researchers found that all three approaches align with social justice principles; however, since 
participation and access to the benefits of these approaches rely somewhat on the previously 
acquired behavioral skills and knowledge of the child, there may still be some discrepancy.     
Korpershoek et al. (2016) conducted a meta-analysis of 54 studies published from 2003-
2013 to examine the effectiveness of various classroom management strategies, which may also 
provide a picture of the current state of classroom management.  They divided the various 
classroom management strategies into four types: teachers’ behavior-focused interventions, 
teacher-student relationship-focused interventions, students’ behavior-focused interventions, and 
students’ social-emotional development-focused interventions.  These strategies included both 
the proactive and reactive type.  Most of the interventions focused on student behavior and 
student social-emotional development.  Still, a significant number of the interventions focused on 
teacher behavior.  A very small number of the interventions focused on the teacher-student 
relationship.  Results showed that all the intervention types were effective, however, results 
further indicated that interventions targeting students’ social-emotional development should 
always be implemented.  This focus seems to recognize the influence that social and emotional 
competence has on children’s learning and behaviors (Alzharani, et al. 2019).  This meta-
analyses focused on the broader questions and produced a summary, but it is not exempted from 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 27 
 
problems related to the methodological quality of the included studies and publication and 
selection bias, for example.    
 There has been a push in school discipline toward the use of evidence-based practices.  
Simonsen et al. (2008) summarized the research literature to identify twenty of the current best 
practices in classroom management.  Of those practices, ten of them can be considered school 
discipline under the definition utilized in the current study (i.e., the efforts of a teacher or school 
to regain order or performance when it has fallen outside the realm of expectation).  Those 
practices that align with the Categories of Classroom Discipline (Table 1) used in this study 
were: physical arrangement that minimizes distraction, active supervision, specific and/or 
contingent praise, classwide or group contingences, token economy, error correction 
(identification of the wrong behavior followed by the description of the behavior the child should 
engage in), performance feedback, differential reinforcement, time-out from reinforcement (the 
removal of a student from a more reinforcing environment, e.g., play time or peers), and 
response cost (the removal of a reinforcing item or token).  The researchers suggested using a 
continuum of these practices to manage negative student behaviors.  Though the findings of this 
literature summary have been supported by other research, it is still important to consider the age 
of the data that were included in the summary.  
 Zuckerman (2007) identified effective classroom management strategies that can be used 
by teachers of any experience level.  Of these strategies, the ones that can be classified as 
disciplinary practices include a range of nonverbal to verbal responses from teachers and the act 
of changing a student’s seat.  Nonverbal responses included a stern look, increasing proximity to 
the problem student, and tapping on the desk of the problem student.  Verbal responses included 
redirection, talking to the student about their behavior, rhetorical questions, rule reminders, 
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threatening a consequence like sending a letter home, and finally enacting a consequence, such 
as giving a zero on a task or giving a detention.  The researcher suggested that both novice and 
experienced teachers can use these strategies on a continuum to manage student misbehavior.  
The results of this study should be interpreted with caution due to the homogenous sample of 
student teachers and the reliance on self-report of behavioral incidents.  
  The Council for Accreditation of Teacher Preparation sets standards of accreditation for 
teacher education programs in the United States.  These standards are designed to, among other 
things, prepare future educators for classroom management by teaching effective school 
discipline practices not only through classroom learning but also through field experiences.  
Though there are specific standards in place that outline how those in the teacher education 
programs prove their knowledge and skills in teaching as well as expectations for field 
experiences, those standards do not cover the specific way in which future educators are to be 
prepared for school discipline management (CAEP, 2013).   
Research focusing on teacher training in classroom behavior management is scarce.  
However, Greenberg et al. (2014) attempted to shed some light on the issues.  The authors 
investigated the training teachers receive in classroom management by examining 122 teacher 
preparation programs from 79 institutions across 33 states.  They reviewed course sequence; 
course description, requirements, and textbooks; and evaluation forms for providing feedback.  
The authors concluded that although most training programs can claim to cover classroom 
management, instructions were scattered over multiple courses contributing to incoherence and 
that what is taught lacked research support. Furthermore, preservice teachers did not have the 
opportunity to practice the classroom management strategies they learned in class with feedback.  
The authors acknowledged the challenges of reviewing more programs, which may limit 
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generalizability.  If teachers have limited opportunities to learn evidence-based classroom 
management strategies and practice the skills with feedback during training, it is important to 
investigate how they determine the type of discipline to use to gain control of the classroom.   
The Current Study  
There is evidence that personal beliefs and perceptions are related to behavior, that is, 
perception leads to action (Berkowitz, 1984).  According to Ajzen (1991), “Intentions to perform 
behaviors of different kinds can be predicted with high accuracy from attitudes toward the 
behavior, subjective norms, and perceived behavioral control; and these intentions, together with 
perceptions of behavioral control, account for considerable variance in actual behavior.” In the 
current study, it is understood that teachers’ perception of what type of discipline works or does 
not work influences their practice.  Thus, understanding teachers’ perceptions of disciplines that 
work in the classroom may inform in-service training for teachers and teacher pre-service 
training. 
As noted above, schools have moved away from the exclusionary practices of zero-
tolerance to more positive, preventative measures of school and classroom management.  Despite 
these shifts, there are still issues surrounding the management of student misbehavior after it has 
occurred, possibly due in part to a lack of student behavior management training experienced in 
teacher education programs. The aim of the current study was (a) to identify teacher perceptions 
of school discipline practices in terms of use and effectiveness, and (b) to examine teachers’ use 
of discipline practices considering evidence from the research literature and several teacher 
variables including age, sex/gender, training, experience, and beliefs about what is effective.  
More specifically, would teachers report higher frequency of use of strategies they felt more 
confident using, felt were more effective, felt their peers were using, or that they learned about in 
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pre-service training.  It was predicted that teacher beliefs in the effectiveness of discipline 
practices, teacher confidence in implementing discipline practices, teacher perceptions about 
peer use of discipline practices, and pre-service training in human behavior, or lack thereof, 
would predict frequency of use of various discipline practices.  
The basis for this prediction comes from previous findings that teachers tend to engage in 
what they believe will produce a desired outcome (Maag, 2001), teachers tend to  use strategies 
they feel confident using  (Berger et al., 2018; Martin, 2004; Reupert & Woodcock, 2010), 
teachers tend to align their practice with their school climate (Ajzen, 2002; Danielson & 
McGreal, 1996; Girardet & Berger, 2018; Martin, 2004), and teachers tend to use strategies in 
which they have been trained (Cooper et al., 2018).   
Method 
Participants 
Participants included 124 primary and secondary general and special education public 
school teachers in Illinois.  Of the 124 teachers who consented to participate in the study, 111 of 
them completed the survey in its entirety.  The remaining 13 surveys were not used in data 
analysis because they were incomplete.   
Of the 111 participants whose surveys were used, most were Caucasian (99.1%), while 
20 were men (18%) and 91 were women (82%).  Twenty-nine percent of participants were new 
teachers with 0 to 5 years of experience and 22.5% had 6 to10 years of experience. Almost 50% 
of participants were experienced teachers with 11 years to more than 20 years of teaching 
experience (24.3% = 11-20 years and 24.3%= 20 or more years). Most participants (62%) 
reported at least some post-graduate studies including earning a master’s degree (32.4%) and 
post-master’s studies (10.8%), while 42 (37.8%) were bachelor’s degree recipients with teacher 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 31 
 
certification.  Over 55% of participants (63) were Pre-K through 6th grade teachers. The 
remaining participants taught in middle schools (17.1%) and high schools (26.1%).  Most 
participants (71.2%) taught core academic courses and 27.9% taught non-academic courses, such 
as PE, music, etc.  See Table 2 for a summary of participant demographic information.   
Measures 
Factors Influencing Teacher Use of Discipline Strategies (FITUDS)   
The study utilized one self-report measure, the FITUDS, to assess teachers’ use of 
specific discipline strategies, teachers’ perception of school discipline, normative beliefs in the 
schools about discipline, and teachers’ perceived behavioral control.  The FITUDS included 31 
items and was created by the primary researcher and informed by the research literature.  For 
example, the questions were developed to provide information about teachers’ behavioral beliefs, 
normative beliefs, and control beliefs, which Ajzen (1991) used to explain behavior in the theory 
of planned behavior.  Questions were also derived from examining how to determine which 
strategies teachers use as well as how to determine teachers’ behavioral beliefs, beliefs about the 
outcomes of specific discipline strategies, such as effectiveness; how to determine teachers’ 
normative beliefs, beliefs about social pressure, such as school climate or peer use; and how to 
determine teachers’ control beliefs, beliefs about factors that might influence the behavior, such 
as confidence in implementation.   
Questions were also adapted from the Classroom Behaviour Management Strategies 
survey developed by Powell (2014).  Teachers were asked to rank various discipline strategies in 
order from most to least used according to four categories: 1) frequency of use; 2) perceived 
effectiveness; 3) perceived frequency of use by peers; and 4) teachers’ confidence in 
implementation.  The questions provided rank scores for each of the discipline strategies used to 
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answer the research questions in determining teachers’ perceptions and use of school discipline.  
Teachers also reported on the required training they received in behavior management as part of 
their teacher training.  Additionally, there was a vignette describing a typical disciplinary 
scenario in which the teachers were asked to identify measures they would use from a list and 
justify their response and to add any additional measures not listed that they would utilize and to 
justify those measures.  Furthermore, teachers were given a chance to add any information they 
felt was relevant to the topic of discipline that was not included in the study.  As this was a pilot 
study, the psychometrics of the measure were not known.  
Procedures 
 Institutional Review Board (IRB) approval was obtained to conduct this study and 
approval from school administrators to email teachers to solicit participation was also obtained.   
Emails with a link to the survey were sent to 500 potential teacher participants in districts where 
the research was approved by administration. Teachers completed the surveys using Qualtrics, a 
web-based online survey software.  Each participant was assigned an identification number so 
that the survey was anonymous and confidential. The survey contained a consent form, which 
teacher participants needed to read and accept prior to answering any survey questions. Teachers 
who chose not to participate clicked an “exit” button, which closed the survey.  The survey took 
about 10 minutes to complete.   
Design and Data Analysis 
 Descriptive statistics was used to summarize participants’ demographic information. The 
aim of the research was to find out whether or not teachers would report higher frequency of use 
for strategies they felt more confident using, felt were more effective, felt were used more by 
peers, or influenced by pre-service training.  Linear multiple regressions were performed to 
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identify the predictive power of the teachers’ belief in the effectiveness, confidence in 
implementing, perception of peer use, and required behavioral training in determining the 
teachers’ frequency of use of specific discipline strategies.  
Results 
 The purpose of the study was twofold: To identify teacher perceptions of school 
discipline practices in terms of use and effectiveness, and teachers’ use of discipline practices 
based on evidence from the research literature and several teacher variables including age, sex, 
training, experience, and beliefs about what is effective.  To assess these variables, teachers were 
asked to rank seven categories of discipline strategies according to frequency of use from most 
frequent (1) to least frequent (7), perceived effectiveness, confidence in implementation, and 
perceived peer use. As seen in Table 3, below, participants’ frequency of use of Exclusion was 
reported to be much less than the use of Reinforcers or Environmental Control.  More restrictive 
practices such as Reprimand and Removal of Privileges were also reportedly used less frequently 
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Table 3 
Mean Rankings of Discipline Strategies 
    Frequency    Effectiveness Confidence  Peer Use 
Reinforcers   2.95     2.71   2.59   3.27 
 
Environmental Control 2.22     2.50   2.64   2.71 
 
Record Keeping  4.09     4.76   4.19   4.29 
 
Mild Reprimand  2.46     2.96   2.60   2.41 
 
Harsh Reprimand  4.89     4.68   4.77   4.45  
   
Removal of Privileges 4.87     4.31   4.86   4.72 
   
Exclusion   6.52     6.08   6.33   6.14 
 
Multiple regression analyses were conducted to examine how the following factors are 
related to teachers’ use of specific discipline strategies: belief in the effectiveness of the strategy, 
confidence in implementing the strategy, perception of peers’ use of the strategy, and required 
pre-service behavioral training. Results showed that the set of four predictors accounted for 54% 
of the variance of teachers’ use of positive reinforcement, F (4, 110) = 31.59, p < .001.  
Confidence in implementing positive reinforcement accounted for most of the variance and was 
the only significant predictor of teachers’ use of positive reinforcement (30%), p < .001.  A 
summary of the results is found in Table 4.   
Perceived effectiveness accounted for most of the variance for teacher’s use of 
environmental control as a discipline strategy and was the only significant predictor for teachers’ 
use of environmental control (9%), p = .002.  Results also showed that the set of predictors 
accounted for 28% of the variance of teachers’ use of environmental control, F (4, 110) = 10.21, 
p < .001.  Detailed summary is provided in in Table 5.   
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The next analysis examined teachers’ use of record keeping. Results showed that the set 
of predictors accounted for 54% of the variance, F (4, 110) = 31.55, p < .001.  Confidence in 
implementing record keeping (17%), p < .001, perceived effectiveness (7%), p < .001, and 
perceived peer use (6%), p = .002 were all significant predictors of record keeping by teachers 
(see Table 6 for more details).   
Results showed that the four variables accounted for 48% of the variance in teachers’ use 
of mild reprimand, F (4, 110) = 24.07, p < .001.  Confidence in implementing mild reprimand 
accounted for most of the variance (29%), p < .001 and both it and perceived peer use (6%), p = 
.002 were significant predictors of the use of mild reprimand.  A summary of the results is found 
in Table 7.   
Analysis of teachers’ use of harsh reprimand showed that confidence in implementation 
again accounted for most of the variance and was a significant predictor (20%), p < .001, while 
perceived effectiveness (9%), p < .001 was also a significant predictor of teachers’ use of harsh 
reprimand. Results of the analysis also showed that the whole set of predictors accounted for 
51% of the variance, F (4, 110) = 27.20, p < .001.  A full summary of the results is provided in 
Table 8.   
Perceived effectiveness accounted for most of the variance and was the only significant 
predictor for teachers’ use of removal of privileges (10%), p = .001.  Results showed that the set 
of predictors accounted for 28% of the variance in teachers’ use of removal of privileges, F (4, 
110) = 10.37, p < .001.  A summary of the results is found in Table 9.   
Results showed that the four predictors accounted for 51% of the variance in teachers’ 
use of exclusion, F (4, 110) = 27.34, p < .001.  Confidence in implementing exclusion (25%), p < 
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.001 and perceived peer use were significant predictors for teachers’ use of exclusion (5%), p = 
.008.  A summary of the results is found in Table 10.    
Participating teachers were asked to rank order from most used (1) to least used (7) the 
following variables:  Who they turn to (i.e., seek help from) when dealing with classroom 
discipline issues, the most difficult part of classroom discipline, and frequency of use of 
discipline strategies. Results showed that teachers turn to colleagues first for help with student 
discipline, they found resistance from students in discipline situations most difficult, and they 
used environmental control to deal with student discipline problems.  A summary is presented in 
Table 4, below. 
Table 4 
Rankings of Help Seeking, Difficult Discipline Events, and Use of Strategies 
Seeking Help   Difficult Classroom   Frequency of use of 
                                            Discipline Events   Discipline Strategies 
1. Colleagues  Resistant from students  Environmental Control 
2. Administration  Criticism from parents  Mild reprimand 
3. Professional Dev.  Criticism from Administration Reinforcers 
4. Research Lit.  Lack of training   Record Keeping 
5.         Removal of Privileges 
6.         Harsh Reprimand 
7.         Exclusion 
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Discussion 
 The purpose of the study was to determine what factors might influence teachers’ use of 
specific disciplinary strategies.  Specifically, the intent was to determine whether a teacher’s 
belief in the effectiveness of a strategy, their confidence in implementing a strategy, their 
perception of strategies used by peers, or education in human behavior within pre-service 
training would be related to the frequency of their self-reported use of those strategies.  
Teachers’ Belief in Effectiveness of Certain Discipline Strategies 
 First, when examining the relationship between teachers’ belief in the effectiveness of 
certain discipline strategies and their self-reported use of those strategies, there were significant 
results for environmental control, record keeping, harsh reprimand, and removal of privileges. In 
other words, teachers who thought a strategy was more effective were more likely to report use 
of those strategies.  In fact, for teachers’ reported use of environmental control and removal of 
privileges, perceived effectiveness accounted for more of the variance than the other factors.  
Given the extensive research for the effectiveness of seating arrangements and other 
environmental control techniques, it is not surprising perceived effectiveness was the best 
predictor for teachers’ use of environmental control (Gremmen et al., 2016; Maag, 2001; Reupert 
& Woodcock, 2010; van den Berg & Stoltz, 2018).  For example, Gremmen et al. (2016) 
conducted a study of fifty 4th-6th grade teachers to determine the primary types of seating 
arrangements used and the reasons they chose those arrangements.  Results of the study indicated 
that teachers reported a mix of considerations for their seating arrangements including social 
reasons, academic reasons, classroom management reasons, and physical reasons.  Social reasons 
included not seating friends next to each other, while classroom management reasons included 
things like having problem behavior students and low motivation students seated close to the 
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teacher, also a form of proximity control.  These findings seem to align with the findings in the 
current study because environmental control was significantly linked with perceived 
effectiveness.   
 Another study that supports the finding that perceived effectiveness is a significant 
predictor of teachers’ use of discipline strategies examined pre-service teachers’ use of various 
classroom management strategies, how confident they felt with the strategies, and how much 
success they had with them (Reupert & Woodcock, 2010).  For the purposes of this study, the 
researchers considered proximity control, a form of environmental control, to be categorized as 
an “initial correction strategy.”  Findings from the study showed that the pre-service teachers not 
only felt most confident using initial correction strategies and used them most frequently, but 
also felt these strategies were effective, ranking them just behind preventative strategies in 
success rankings.  
The current study also aligns with other previous findings regarding perceived 
effectiveness of seating arrangements and environmental control on student outcomes.  Teachers’ 
reported use of seating arrangements because they are believed to be effective in improving 
social outcomes for students displaying externalizing problems (van den Berg & Stoltz, 2018). 
This study examined the impact of seating arrangements on students with externalizing problems 
as well as the potential impact on students sat next to students with externalizing problems. 
Results of the study showed that those students with externalizing behaviors showed decreased 
behaviors over time and became more liked by their seatmates particularly when they were 
placed by a well-liked or prosocial peer.  Results of the study also showed that students sat next 
to a child with externalizing behaviors did not show increases in aggression or decreases in 
prosocial behavior, but did become less liked by peers over time. This was similar to the current 
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study in that the perceived effectiveness of the strategy for a specific issue predicted their use of 
discipline strategies. Further research should explore how teachers learn what strategies are 
effective for different classroom problems.  
 The current study also suggests that teachers choose removal of privileges due to belief in 
the effectiveness, though there is limited research support for this finding.  In fact, most literature 
searches on the topic produce research suggesting that removing student privileges such as recess 
has more of a negative impact than positive (Bear, 2010; Francesca & Shannon, 2017).  Some of 
these impacts include improved student behavior, increased student engagement, and increasing 
physical activity.  Some of the negative impacts of withholding recess include short term effects, 
negative classroom climate, and it can be negative reinforcement for some students.  
Teachers’ Confidence in Implementing Certain Discipline Strategies 
Secondly, the relationship between teachers’ confidence in implementation of certain 
discipline strategies and the teachers’ reported frequency of use of strategies was examined.  
Analyses showed significant results for teachers’ confidence in implementation as a predictor of 
teachers’ use of reinforcement, record keeping, mild reprimand, harsh reprimand, and exclusion.  
Teachers’ confidence in implementation accounted for the most variance of any factors for 
teachers’ use of positive reinforcement, record keeping, mild reprimand, harsh reprimand, and 
exclusion.   
Considering prior research, it is not surprising that teachers’ confidence in implementing 
discipline strategies predicted the strategies teachers used (Berger et al., 2018; Martin, 2004; 
Reupert & Woodcock, 2010). For instance, Martin (2004) conducted a qualitative study 
examining the role teachers’ conceptions about classroom management play in their practice.  In 
following three pre-service teachers through their first two years of teaching, the researcher 
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identified differences in their conceptions of classroom management that seemed to align with 
different classroom management outcomes.  The researcher identified through observation and 
teacher interviews, that two of the teachers were able to successfully establish a positive learning 
environment through classroom management while the third teacher struggled with classroom 
management.  The two teachers who found success in their classroom management practice 
shared pre-service conceptions about their role as an authority figure and specifically described 
themselves as confident about that role. Alternatively, the teacher who struggled with classroom 
management did not have the same conception of her role and did not report confidence in her 
role as an authority figure in the classroom. This supports the current findings in that teachers 
chose discipline strategies they felt confident using and are more successful if the strategies they 
feel confident using are also effective strategies.       
The current study also aligns with previous findings regarding teacher confidence and 
self-efficacy. In other words, teachers’ reports of higher self-efficacy are associate with better 
self-reported classroom management (Berger et al., 2018). This was similar to the current study 
in that teachers’ confidence predicted their use of discipline strategies. Further research should 
explore how to improve pre-service and in-service teachers’ confidence and self-efficacy in 
using evidence-based classroom management practices.  
Teachers’ Perceptions About Peer Use of Discipline Strategies 
Thirdly, the relationship between teachers’ perceptions about peer use of discipline 
strategies and their own reported use of strategies was examined.  Perceptions of peer use 
produced significant results in predicting teachers’ use of strategies for record keeping, mild 
reprimand, and exclusion.  This finding was not surprising given that teachers in the study 
reported being more likely to turn to a colleague first when dealing with a classroom discipline 
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issue. The finding was also consistent with the significant amount of research suggesting 
teachers, particularly teachers with little to no experience, are highly influenced by peers in their 
classroom management and discipline practices (Girardet & Berger, 2018; Martin, 2004).  For 
example, Girardet and Berger (2018) examined factors that influenced classroom management 
changes across time among vocational teachers.  In this study, teachers’ classroom management 
practices were strongly influenced by “important persons” which included their teacher 
educators and peers. 
Teachers’ Training in Classroom Management 
Finally, the relationship between teachers’ training in classroom management or student 
behavior and their use of discipline strategies were examined.  Results of the current study 
showed no significant results suggesting no predictive link between teachers required pre-service 
training in classroom management, such as behavior management or theories of learning, and 
their use of discipline strategies, that is, teacher training was not found to be predictive of teacher 
practice in classroom management and discipline practices.  Nearly 21% of the participants 
reported no required coursework in behavior management in their teacher training program.  
Similarly, 19% of participants reported that their current school district never offers professional 
development in classroom discipline or management.  Despite this, only 4% of participants 
reported feeling completely unprepared to manage student behavior problems and another 13% 
reported feeling somewhat unprepared to manage student behavior problems.  The reason for this 
is unknown; however, it could be that teachers don’t know how much research and training is out 
there for student behavior problems and so they don’t feel there is more preparation to be had. 
These findings contrast with current research literature suggesting that classroom discipline 
remains a top concern for teachers and a large factor in teacher burnout rates (Dicke et al., 2014; 
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Mayer & Phillips, 2012).  At the same time, the results align with findings that many teacher 
preparatory programs do not give attention to classroom discipline (Greenberg et al., 2014).   
The fact that 17% of teachers in this study reported being completely unprepared (4%) 
and somewhat unprepared (13%) to deal with classroom discipline problems is still concerning.  
In addition, teachers in this study ranked resistance from students to be the most difficult 
classroom discipline issue for them.  For teachers who do not feel fully prepared, this is a 
challenging situation that may contribute to teacher burnout.  Research by Dicke et al., (2014) 
showed that when self-efficacy in classroom management is low, teacher emotional exhaustion 
from classroom disturbances is higher.  In a survey conducted by the Bill and Melinda Gates 
Foundation, Mayer and Phillips (2012) found that a majority of middle school teachers reported 
a need for more training in classroom management and discipline to handle student behavior 
problems.  In another study, classroom management problems or student misbehavior were 
important predictors of teacher burnout (Lopéz et al., 2008).  Thus, in the best interest of teachers 
and students, all teachers should be well equipped with evidence-based effective classroom 
management strategies.   
 In the current study, teacher ranking results show teachers report using less restrictive 
discipline strategies (e.g., reinforcement, environmental control, and record keeping) for 
classroom management more frequently than more restrictive discipline strategies (e.g., 
reprimand, removal of privileges, and exclusion). However, the results also show that despite 
significant research support for using positive reinforcement in classroom management, teachers 
largely report the use of environmental control and mild reprimand more frequently than positive 
reinforcement.  By in large, most participants reported using exclusion least frequently, which is 
a promising finding and suggests that research on the detrimental effects of exclusion and the 
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laws which have been created to reduce the use of zero-tolerance policies may be impactful to 
teacher behavior (Mittleman, 2018; Monahan et al., 2014; Public Act 099-0456, 2016).  Due to 
the self-report nature of the study, it is also possible that teachers know of the impacts, but still 
use but do not report use of exclusionary practices.  
 Participants in the current study were given the opportunity to respond to open-ended 
question on specific topics. While most participants did not answer the open-ended questions, a 
few were insightful. For example, one respondent reported they used the removal of privileges 
least frequently because teachers in that district are not allowed to take things away from 
students.  Another respondent indicated students do not necessarily display many behavior 
problems, but she/he often had difficulty dealing with student anger or stress which the teacher 
felt unprepared to handle. According to the Center for Disease Control (CDC, 2021) about 7% of 
school age children have diagnosed behavior problems and mental health issues. In other words, 
in a classroom of 28 students, a teacher will likely have 2 students with behavior problems or 
mental health issues. Therefore, it is imperative future research examine teacher preparation for 
handling emotional issues in the classroom. Furthermore, although beyond the scope of the 
current study, teacher concerns about mental health issues of students points to the many difficult 
roles teachers assume.  As educators, they are also expected to nurture positive behavioral skills 
and deal with mental health issues of their students.   
 Participants were also asked to read a scenario describing a common student behavior 
issue and to rank the discipline strategies in the order they are most likely to utilize them for the 
behavior described.  Rankings mostly aligned with teachers’ reports of their frequency of use of 
discipline strategies with one exception.  In this scenario, teachers reported being more likely to 
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utilize harsh reprimand than removal of privileges.  This may illustrate teachers use of strategies 
depends upon the type and severity of the behavior of a student.  
Limitations 
 Participants completed a self-report survey which limits interpretation of findings.  
Teachers could report use of particular strategies while actually utilizing others.  To combat this 
limitation, teachers were also given a specific classroom scenario and asked to rate the strategies 
in order they would implement them.  The results of that question largely aligned with the 
findings in reported frequency of use of each strategy earlier in the survey.  Future research in 
this area should include an observation component to compare participant report to actual usage.  
 Since this was a pilot study, there are limitations of psychometrics as well.  The 
reliability and validity of the measure as a whole is unknown.  Some surveys were thrown out 
due to incomplete responses with participants reporting difficulties with the ranking system. 
Issues like this should be examined and adjusted if the survey were to be used in future research.  
 Another limitation of the study stemmed from the questions themselves.  Participants 
indicated which strategies they believed to be most effective and which they were most confident 
in implementing.  In one of the open response sections, one participant reported not having much 
difference in their level of confidence in implementing the various strategies.  This could have 
impacted the ranking by other participants as well.  Researchers in the future would be advised to 
find potentially impactful variables that are not so closely related.  
 Additionally, the timeframe for this study was over a period of 4 years with a little over 
half of responses coming in the first year and the remaining responses coming in the last year.  
Because data were collected from participants over a long period of time, this could have 
impacted the validity of the responses. Participants who were surveyed in the last year might 
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have responded differently than they would have if they had been surveyed years prior, due to 
new trainings or findings over the course of this study.  
 While the study indicated that teachers were least likely to turn to educational research 
for help with classroom management strategies and discipline strategies, this study did not 
examine why teachers choose other sources for help over research.  Such a study is necessary to 
realize the goal of having teachers use evidence-based classroom management strategies.  
Finally, open-ended responses indicated that teachers’ responses may have been 
influenced by limitations on their authority set by their district.  For example, one respondent 
indicated that teachers in that school district were not allowed to use response cost (taking away 
privileges), an evidence-based strategy for managing student behaviors.  It would be prudent for 
future research to consider some teachers might have restriction as to what they can or cannot do 
dictated by the workplace and that cultural influences may also shape school discipline practices.   
Conclusion and Implication 
 Teachers’ confidence and self-efficacy in using certain discipline strategies were the best 
predictors in which discipline strategies teachers used. This supported results of previous 
research in teacher self-efficacy and suggested that future research should be aimed at increasing 
teachers’ confidence and self-efficacy specifically in evidence-based classroom management 
practices. This has implications for teacher training institutions as well as school districts.  It 
points to the need for training in student or child behavior management to be a required 
component of teacher training programs.  One-fifth of all participants reported no required 
coursework related to behavior management of students and about the same number said their 
school district does not provide professional development opportunities.  Again, it benefits both 
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students and teachers for a school district to provide professional development to inform teachers 
in effective behavior management strategies.    
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 47 
 
References 
Ajzen, I. (1991). Theory of Planned Behavior. Organizational Behavior and Human  
Decision Processes, 50, 179–211.  https://doi.org/10.1016/0749-5978(91)90020-T 
Ajzen, I. (2002). Perceived Behavioral Control, Self-Efficacy, Locus of Control, and the Theory  
of Planned Behavior. Journal of Applied Social Psychology, 32(4), 665-683. 
https://doi.org/10.1111/j.1559-1816.2002.tb00236.x 
Alzharani, M., Alharbi, M., & Alodwani, A. (2019). The Effect of Social-Emotional Competence 
on Children Academic Achievement and Behavioral Development. International 
Education Studies, 12(12), 141-149. https://doi.org/10.5539/ies.v12n12p141 
American Psychological Association Zero Tolerance Task Force (2008).  Are Zero Tolerance 
Policies Effective in Schools? An Evidentiary Review and Recommendations. American 
Psychologist, 63(9), 852-862. https://doi.org/10.1037/0003-066X.63.9.852 
Association for Positive Behavior Support (2019).  What is Positive Behavior Support? 
https://www.apbs.org/archives/new_apbs/genintro#definition 
Retrieved on February 23, 2020.   
Ayebo, A., & Assuah, C. (2017). Exploring Teachers’ Knowledge of Classroom Management  
and Control. Malaysian Journal of Learning and Instruction, 14(1), 169-185. 
https://doi.org/10.32890/mjli2017.14.1.7 
Baker, P. (2005). Managing Student Behavior: How Ready Are Teachers to Meet the Challenge? 
American Secondary Education, 33(3), 51-64. 
Bandura, A. (2010). Self-Efficacy. Corsini Encyclopedia of Psychology. 1–3.  Published Online:  
           January 30, 2010.  https://doi.org/10.1002/9780470479216.corpsy0836 
Bear, G. (2010). Discipline: Effective School Practices. National Association of School 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 48 
 
Psychologists, 1-5. 
Berger, J., Girardet, C., Vaudroz, C., & Crahay, M. (2018). Teaching Experience, Teachers’ 
Beliefs, and Self-Reported Classroom Management Practices: A Coherent Network. 
SAGE Open, January-March 2018, 1-12.  https://doi.org/10.1177/2158244017754119 
Berkowitz, L. (1984). Some Effects of Thoughts on Anti- and Prosocial Influences of Media 
Events: A Cognitive Neo-Association Analysis. Psychological Bulletin, 95(3), 410-427. 
https://doi.org/10.1037/0033-2909.95.3.410 
Bowditch, C. (1993). Getting Rid of Troublemakers: High School Disciplinary Procedures and  
the Production of Dropouts. Social Problems, 40, 493-507. 
https://doi.org/10.2307/3096864 
Brunsting, N., Sreckovic, M., & Lane, K. (2014). Special Education Teacher Burnout: A  
Synthesis of Research From 1979 to 2013. Education and Treatment of Children, 37(4), 
681-712.  https://doi.org/ 10.1353/etc.2014.0032 
Carter, P., Skiba, R. J., Arredondo, M. I., & Pollock, M. (2014). You Can’t Fix What You Don’t  
Look At: Acknowledging Race in Addressing Racial Discipline Disparities. Discipline 
Disparities: Research-to-Practice Collaborative. Retrieved from http://rtpcollaborative.
indiana.edu/briefing-papers/  https://doi.org/10.1177/0042085916660350 
Centers for Disease Control and Prevention. (2021, March 22). Data and Statistics on Children's 
Mental Health. Centers for Disease Control and Prevention. 
https://www.cdc.gov/childrensmentalhealth/data.html. 
Chemlynski, C. (1996). Discipline as Teaching. Education Digest, 62(3), 42-44. 
Cooper, J., Gage, N., Alter, P., LaPolla, S., MacSuga-Gage, A., & Scott, T. (2018). Educators’
 Self-Reported Training, Use, and Perceived Effectiveness of Evidence-based Classroom 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 49 
 
Management Practices. Preventing School Failure, 62(1), 13-24. 
https://doi.org/10.1080/1045988X.2017.1298562 
Council for the Accreditation of Educator Preparation (2013). 2013 CAEP Standards. 
http://caepnet.org/~/media/Files/caep/standards/caep-standards-one-pager-
0219.pdf?la=en.  Retrieved on August 3, 2021. 
Danielson, C., & McGreal, T. (2000). Teacher Evaluation to Enhance Professional Practice. 
Association for Supervision & Curriculum Development.  
Dicke, T., Parker, P., Marsh, H., Kunter, M., Schmeck, A., & Leutner, D. (2014). Self-Efficacy 
in Classroom Management, Classroom Disturbances, and Emotional Exhaustion: A 
Moderated Mediation Analysis of Teacher Candidates. Journal of Educational 
Psychology, 106(2), 569-583. https://doi.org/10.1037/a0035504 
Discpline. (n.d.) Merriam-Webster.com Retrieved October 10, 2016, from http://www.merriam 
webster.com/dictionary/discipline. 
Ekstrom, R., Goertz, M., Pollack, J., & Rock, D. (1986). Who Drops Out of High School and 
Why? Findings from a National Study. Teachers College Record, 87, 357-373. 
Elledge, L., Elledge, A., Newgent, R., & Cavell, T. (2016). Social Risk and Peer Victimization in 
Elementary School Children: The Protective Role of Teacher-Student Relationships. 
Journal of Abnormal Child Psychology, 44, 691-703.  https://doi.org/10.1007/s10802-
015-0074-z 
Emmer, E. & Stough, L. (2001). Classroom Management: A Critical Part of Educational 
Psychology, with Implications for Teacher Education. Educational Psychologist, 36(2), 
103-112.  https://doi.org/10.1207/S15326985EP3602_5 
Engels, M., Colpin, H., Van Leeuwen, K., Bijttebier, P., Van Den Noortgate, W., Claes, S.,  
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 50 
 
Goossens, L., & Verschueren, K. (2016). Behavioral Engagement, Peer Status, and 
Teacher-Student Relationships in Adolescence: A Longitudinal Study on Reciprocal 
Influences. Journal of Youth Adolescence, 45, 1192-1207.   
https://doi.org/ 10.1007/s10964-016-0414-5 
Finn, J. D., & Servoss, T. J. (2015). Security Measures and Discipline in American High 
Schools. In D. J. Losen (Ed.), Closing the school discipline gap: Equitable remedies for 
excessive exclusion (pp. 44–58). New York: Teachers College Press. 
Francesca Zavacky & Shannon L. Michael (2017) Keeping Recess in Schools. Journal of 
Physical Education, Recreation & Dance, 88(5), 46-53. 
https://doi.org/10.1080/07303084.2017.1295763 
Freiberg, H. & Lamb, S. (2009). Dimensions of Person-Centered Classroom Management.  
Theory Into Practice, 48(99), 99-105.  https://doi.org/10.1080/00405840902776228 
Gershoff, E. T., & Font, S. A. (2016). Corporal Punishment in U.S. Public Schools: Prevalence, 
Disparities in Use, and Status in State and Federal Policy. Social policy report, 30, 1. 
Girardet, C., & Berger, J. (2018). Factors Influencing the Evolution of Vocational Teachers’ 
Beliefs and Practices Related to Classroom Management During Teacher Education. 
Australian Journal of Teacher Education, 43(4), 138-158. 
https://doi.org/10.14221/ajte.2018v43n4.8 
González, T. (2015). Socializing Schools: Addressing Racial Disparities in Discipline Through  
Restorative Justice. In D. J. Losen (Ed.), Closing the discipline gap: Equitable remedies 
for excessive exclusion (pp. 151–165). New York: Teachers College Press. 
Greenberg, J., Hannah Putman, H., & Walsh, K. (2014).  Training Our Future Teachers:  
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 51 
 
Classroom Management.  National Council on Teacher Quality.  Retrieved from 
http://www.nctq.org/dmsView/Future_Teachers_Classroom_Management_NCTQ_ 
Report 
Gremmen, M., van den Berg, Y., Segers, E., and Cillessen, A. (2016). Considerations for 
Classroom Seating Arrangements and the Role of Teacher Characteristics and Beliefs. 
Social Psychology of Education, 19, 749-774. https://doi.org/10.1007/s11218-016-9353-y 
Hallinan, M. (2008). Teacher Influences on Students’ Attachment to School. Sociology of  
Education, 81, 271-283.  https://doi.org/10.1177/003804070808100303 
Hamre, B. & Pianta, R. (2001). Early Teacher-Child Relationships and the Trajectory of  
Children’s School Outcomes Through Eighth Grade. Child Development, 72(2), 625-638. 
https://doi.org/10.1111/1467-8624.00301 
Holden, G. W. (2002). Perspectives on the Effects of Corporal Punishment: Comment on  
Gershoff (2002). Psychological Bulletin, 128(4), 590–595.  
https://doi.org/10.1037//0033-2909.128.4.590Korpershoek, H., Harms, T., de Boer, H.,  
Kim, C. (2009) Procedures for Public Law Remediation in School-to-Prison Pipeline Litigation: 
Lessons Learned from Antoine v. Winner School District. New York Law School Law 
Review, 54, 955-974. 
van Kuijk, M., and Doolaard, S. (2016). A Meta-Analysis of the Effects of Classroom 
Management Strategies and Classroom Management Programs on Students’ Academic, 
Behavioral, Emotional, and Motivational Outcomes. Review of Educational Research, 
86(3), 643-680. https://doi.org/10.3102/0034654315626799 
Kupchik, A. & Catlaw, T. (2015). Discipline and Participation: The Long-term Effects of 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 52 
 
Suspension and School Security on the Political and Civic Engagement of Youth. Youth 
& Society, 47(1), 95-124.  https://doi.org/10.1177/0044118X14544675 
Lee, T., Cornell, D., Gregory, A., & Fan, X. (2011). High Suspension Schools and Dropout  
Rates for Black and White Students. Education and Treatment of Children, 34(2), 167- 
192.  https://doi.org/10.1353/etc.2011.0014 
Lopéz, J., Santiago, M., Godás, A., Castro, C., Villardefrancos, E., and Ponte D. (2008). An 
Integrative Approach to Burnout in Secondary School Teachers: Examining the Role of 
Student Disruptive Behaviour and Disciplinary Issues. International Journal of 
Psychology and Psychological Therapy, 8(2), 259-270.  
Lumpe, A., Czerniak, C., Haney, J., & Beltyukova, S. (2011).  Beliefs about Teaching Science:    
The Relationship Between Elementary Teachers’ Participation in Professional 
Development and Student Achievement, International Journal of Science Education, 34, 
2, 155-166.  https://doi.org/10.1080/09500693.2010.55122 
Maag, J. (2001). Rewarded by Punishment: Reflections on the Disuse of Positive Reinforcement 
in Schools. Exceptional Children, 67(2), 173-186.  
https://doi.org/10.1177/001440290106700203 
MacAllister, J. (2013). School Discipline, Educational Interest and Pupil Wisdom. Educational 
Philosophy and Theory, 45(1), 20-35.  https://doi.org/10.1080/00131857.2012.711902 
Martin, S. (2004). Finding Balance: Impact of Classroom Management Conceptions on 
Developing Teacher Practice. Teaching and Teacher Education, 20, 405-422. 
https://doi.org/10.1016/j.tate.2004.04.002 
Mayer, M., & Phillips, V. L. (2012). Primary Sources 2012: America’s Teachers on the Teaching 
Profession. Bill & Melinda Gates Foundation/Scholastic. 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 53 
 
McNeely, C., Nonnemaker, J., & Blum, R. (2002). Promoting School Connectedness: Evidence 
from the National Longitudinal Study of Adolescent Health. Journal of School Health, 
72(4), 138-146.  https://doi.org/10.1111/j.1746-1561.2002.tb06533.x 
Milkie, M. & Warner, C. (2011). Classroom Learning Environments and the Mental Health of  
First Grade Children. Journal of Health and Social Behavior, 52(1), 4-22. 
https://doi.org/10.1177/0022146510394952 
Mitchell, M. & Bradshaw, C. (2013). Examining Classroom Influences on Student Perceptions 
of School Climate: The Role of Classroom Management and Exclusionary Discipline 
Strategies. Journal of School Psychology, 51, 599-610.  
https://doi.org/10.1016/j.jsp.2013.05.005 
Mittleman, J. (2018). A Downward Spiral? Childhood Suspension and the Path to Juvenile  
Arrest.  Sociology of Education, 91(3), 183-204.   
https://doi.org/10.1177/0038040718784603 
Monahan, K., VanDerhei, S., Bechtold, J., & Cauffman, E. (2014). From the School Yard to the 
Squad Car: School Discipline, Truancy, and Arrest. Journal of Youth Adolescence, 43, 
1110-1122.  https://doi.org/10.1007/s10964-014-0103-1 
Mongan, P. & Walker, R. (2012). “The Road to Hell is Paved with Good Intentions”: A  
Historical, Theoretical, and Legal Analysis of Zero-Tolerance Weapons Policies in  
American Schools. Preventing School Failure, 56(4), 232-240.   
https://doi.org/10.1080/1045988X.2011.654366 
Murray, C. & Greenberg, M. (2000). Children’s Relationships with Teachers and Bonds with 
School: An Investigation of Patterns and Correlates in Middle Childhood. Journal of 
School Psychology, 38(5), 423-445.  https://doi.org/10.1016/S0022-4405(00)00034-0 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 54 
 
National Center for Education Statistics (2014).   Digest of Education Statistics.  
http://nces.ed.gov/programs/digest/d14/tables/dt14_230.11.asp?current=yes 
Retrieved on November 29, 2016. 
Oxley, L. & Holden, G.W. (2021). Three Positive Approaches to School Discipline: Are They  
 Compatible with Social Justice Principles? Educational & Child Psychology, 38(2), 71- 
81.   
Pane, D., Rocco, T., Miller, L., & Salmon, A. (2014). How Teachers Use Power in the  
Classroom to Avoid or Support Exclusionary School Discipline Practices. Urban 
Education, 49(3), 297-328.  https://doi.org/10.1177/0042085913478620 
Payne, L., Mancil, G., & Landers, E. (2005). Consequence-Based Behavioral Interventions for 
Classroom Teachers. Beyond Behavior, 13-20.   
Powell, L. (2014). Teachers’ Perspectives on Classroom Management: Confidence, Strategies, 
and Professional Development. Retrieved from Massey Research Online. Retrieved on 
January 21, 2017.  
Public Act 099-0456 § 5; Illinois General Assembly; 2016. 
Reupert, A., & Woodcock, S. (2010). Success and Near Misses: Pre-Service Teachers’ Use, 
Confidence, and Success in Various Classroom Management Strategies. Teaching and 
Teacher Education, 26, 1261-1268. https://doi.org/10.1016/j.tate.2010.03.003 
Reyna, C. & Weiner, B. (2001). Justice and Utility in the Classroom: An Attributional Analysis  
of the Goals of Teachers' Punishment and Intervention Strategies. Journal of Educational  
Psychology, 93(2), 309-319.  https://doi.org/10.1037/0022-0663.93.2.309 
Roache, J. & Lewis, R. (2011). The Carrot, the Stick, or the Relationship: What are the Effective 
Disciplinary Strategies. European Journal of Teacher Education, 34(2), 233-248. 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 55 
 
https://doi.org/10.1080/02619768.2010.542586 
Shernoff, E. & Kratochwill, R. (2007). Transporting an Evidence-Based Classroom 
Management Program for Preschoolers with Disruptive Behavior Problems to a 
School: An Analysis of Implementation, Outcomes, and Contextual Variables. School 
Psychology Quarterly, 22(3), 449-472.  https://doi.org/10.1037/1045-3830.22.3.449 
Simonsen, B., Fairbanks, S., Briesch, A., Myers, D., & Sugai, G. (2008). Evidence-Based 
Practices in Classroom Management: Considerations for Research to Practice. Education 
and Treatment of Children, 31(3), 351-380.  https://doi.org/10.1353/etc.0.0007 
Skiba, R., Michael, R., Nardo, A., & Peterson, R. (2002). The Color of Discipline: Sources of 
Racial and Gender Disproportionality in School Punishment. The Urban Review, 34(4), 
317-342.  https://doi.org/10.1023/A:1021320817372 
Spilt, J., Leflot, G., Onghena, P., & Colpin, H. (2016). Use of Praise and Reprimands as Critical 
Ingredients of Teacher Behavior Management: Effects on Children’s Development in the 
Context of a Teacher-Mediated Classroom Intervention. Prevention Science, 17, 732-742.  
https://doi.org/10.1007/s11121-016-0667-y 
Sugai, G. & Horner, R. (2002). The Evolution of Discipline Practices: School-Wide Positive 
Behavior Supports. Child and Family Behavior Therapy, 24(2), 23-50. 
https://doi.org/10.1300/J019v24n01_03 
Taras, H., Frankowski, B., McGrath, J., Mears, C., Murray, R., & Young, T. (2003). Out-of  
School Suspension and Expulsion. Pediatrics, 112(5), 1206-1209. 
https://doi.org/10.1177/0042085907304947 
Turner, C. (2016). These States Allow Teachers and Staff to Hit Students. National Public  
Radio.   





van den Berg, Y. H. M. & Stoltz, S. (2018). Enhancing Social Inclusion of Children with 
Externalizing Problems Through Classroom Seating Arrangements: A Randomized 
Controlled Trial. Journal of Emotional and Behavioral Disorders, 26(1), 31-41. 
https://doi.org/10.1177/1063426617740561 
Zakszeski, B., Rutherford, L., Heidelburg, K., & Thomas, L. (2021). In Pursuit of Equity: 
Discipline Disproportionality and SWPBIS Implementation in Urban Schools. School 
Psychology, 36(2), 122-130. https://doi.org/10.1037/spq0000428 
Zhang, A., Musu-Gillette, L., & Oudekerk, B. (2016). Indicators of School Crime and Safety: 
2015. U.S. Department of Education, U.S. Department of Justice.  
Zhang, Q. & Sapp, D. (2009). The Effect of Perceived Teacher Burnout on Credibility. 
Communication Research Reports, 26(1), 87-90. 
https://doi.org/10.1080/08824090802637122 
Zuckerman, J. (2007). Classroom Management in Secondary Schools: A Study of Student 







TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 57 
 
Table 1 
Categories of Classroom Discipline 
Reinforcers    Environmental Control  Record Keeping 
Tangible Items   Proximity Control   Charting 
Verbal Praise    Seating Arrangements   Point Sheet 
Break Time    Flipping Lights On/Off  Behavior Sheet 




Mild Reprimand   Harsh Reprimand   Removal of Privileges 
Conferencing with Student  Sarcasm    Take Away Recess 
Verbal Redirection   Shouting    
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Table 2 
Participant Demographic Information 
      N    % of total sample 
Sex 
 Male     20     18.0  
 Female    91     82.0 
 
Race 
 Caucasian    110     99.1 
 Hispanic        1         .9 
 
Years Teaching Experience   
 0-5 years    32     28.8 
 6-10 years    25     22.5 
 11-15 years    16     14.4 
 16-20 years    11       9.9 
 21+ years    27     24.3 
 
Level of Education 
 Teacher Certificate   42     37.8 
 Post-graduate Studies   21     18.9 
 Master’s Degree   36     32.4 
 Post-masterate Studies  12     10.8 
 
Grade Level Taught 
 Pre-K       7       6.3 
 K-3     35     31.5 
 4-6     21     18.9 
 Middle School   19     17.1 
 High School    29     26.1 
 
Subject Matter Taught 
 Academic    79     71.2 
 Physical Education     6       5.4 
 Music       2       1.8 
 Agriculture      1         .9 
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Table 5 
Summary of Multiple Regression Analysis for Variables Predicting Teacher Use of Positive 




Variable    B  SE B  β  p 
 
 
Perceived Effectiveness  0.14  0.11  0.14    .202 
 
Confidence in Implementation 0.53  0.11  0.54  <.001** 
 
Perceived Peer Use   0.11  0.06  0.13    .087 
 
Required Training   0.06  0.30  0.01    .831 
 
 
Note.  R2 = 0.54; adjusted R2 = 0.53. 
 
* p < .01 
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Table 6 
Summary of Multiple Regression Analysis for Variables Predicting Teacher Use of Environment 




 Variable   B  SE B  β  p 
 
 
Perceived Effectiveness  0.28  0.09  0.30  .002* 
 
Confidence in Implementation 0.16  0.09  0.18  .084 
 
Perceived Peer Use   0.15  0.10  0.15  .119 
 
Required Training   0.31  0.29  0.09  .289 
 
 
Note.  R2 = 0.28; adjusted R2 = 0.25. 
 
* p < .01 
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Table 7 
Summary of Multiple Regression Analysis for Variables Predicting Teacher Use of Record 




 Variable   B  SE B  β  p 
 
 
Perceived Effectiveness  0.26  0.08  0.26  <.001** 
 
Confidence in Implementation 0.40  0.08  0.42  <.001** 
 
Perceived Peer Use   0.21  0.07  0.25    .002* 
 
Required Training   -0.08  0.28  -0.02    .767 
 
 
Note.  R2 = 0.54; adjusted R2 = 0.53. 
 
* p < .01 
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Table 8 
Summary of Multiple Regression Analysis for Variables Predicting Teacher Use of Mild 




 Variable   B  SE B  β  p 
 
 
Perceived Effectiveness  0.07  0.07  0.09    .263 
 
Confidence in Implementation 0.53  0.08  0.54  <.001** 
 
Perceived Peer Use   0.21  0.07  0.24    .002* 
 
Required Training   0.01  0.22  0.00    .980  
 
 
Note.  R2 = 0.48; adjusted R2 = 0.46. 
 
* p < .01 
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Table 9 
Summary of Multiple Regression Analysis for Variables Predicting Teacher Use of Harsh 




 Variable   B  SE B  β  p 
 
 
Perceived Effectiveness  0.27  0.08  0.29  <.001** 
 
Confidence in Implementation 0.42  0.08  0.45  <.001** 
 
Perceived Peer Use   0.10  0.07  0.11    .137 
 
Required Training   -0.16  0.21  -0.05    .452 
 
 
Note.  R2 = 0.51; adjusted R2 = 0.49. 
 
* p < .01 
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Table 10 
Summary of Multiple Regression Analysis for Variables Predicting Teacher Use of Removal of 




 Variable   B  SE B  β  p 
 
 
Perceived Effectiveness  0.24  0.07  0.32  .001* 
 
Confidence in Implementation 0.20  0.09  0.23  .022 
 
Perceived Peer Use   0.11  0.08  0.13  .142 
 
Required Training   -0.04  0.26  -0.01  .867 
 
 
Note.  R2 = 0.28; adjusted R2 = 0.25. 
 
* p < .01 
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Table 11 
Summary of Multiple Regression Analysis for Variables Predicting Teacher Use of Exclusion 




 Variable   B  SE B  β  p 
 
 
Perceived Effectiveness  0.07  0.05  0.12    .127 
 
Confidence in Implementation 0.41  0.08  0.50  <.001** 
 
Perceived Peer Use   0.17  0.06  0.23    .008* 
 
Required Training   0.06  0.16  0.03    .722 
 
 
Note.  R2 = 0.51; adjusted R2 = 0.49. 
 
* p < .01 






















I am currently training to be a school psychologist at Eastern Illinois University.  For my thesis, I 
am seeking the participation of current school teachers in a survey about school discipline. 
 
Research has shown that school discipline can have significant outcomes for students and 
teachers, and because of this there is a vast amount of research into what is effective.  However, 
less is known about why teachers choose to use the discipline strategies they do use. Discovering 
more about this is the aim of the current study. 
 
All information is anonymous and no identifying information will be collected.  Participation in 
the study is completely voluntary.  The survey should take about 15 minutes to complete. 
 
If you agree for this study to be conducted on your campuses and for your teachers to participate, 
please confirm your agreement in a letter written on your school letterhead and email it to me at 
tnrobinson@eiu.edu or mail it to me at the following address: 
 
Taylor Smith 
304 W Kreke Ave. Apt. 3 
Effingham, IL 62401 
 
For your convenience, I have attached a form letter which may be completed and printed on 
school letterhead if you agree. If you do not agree, you may submit a letter stating that you do 
not wish for the study to be conducted on your campuses or you may simply not respond. 
 
Once I receive your letter of agreement and the study is approved by the Institutional Review 
Board that assures the protection of research participants, I will send the link for the survey to 
your teachers via email. 
 





School Psychology Intern 
Eastern Illinois University/South Eastern Special Education 
tnrobinson@eiu.edu 
 




Email to Teachers Seeking Participation 
 
[Teacher name] 
I am currently training to be a school psychologist at Eastern Illinois University.  For my thesis, I 
am seeking the participation of current school teachers like you in a survey about school 
discipline. 
 
Research has shown that school discipline can have significant outcomes for students and 
teachers, and because of this there is a vast amount of research into what is effective.  However, 
less is known about why teachers choose to use the discipline strategies they do use. Discovering 
more about this is the aim of the current study. 
 
All information is anonymous and no identifying information will be collected.  Participation in 
the study is completely voluntary.  The survey should take about 15 minutes to complete. 
 
Included is a link to complete the survey.  Additionally, the survey requires a password which is 











School Psychology Intern 














Consent to Participate in Research 
 
Title: Factors Influencing Teacher Use of Discipline Strategies 
 
Investigators: Taylor Smith, Principal Investigator; Assegedetch Haile Mariam, Thesis Advisor 
 
Purpose of the Study: The primary purpose of this study is to identify teachers' perceptions of various 
types of discipline in terms of use and effectiveness and to examine the factors which influence the 
types of discipline teachers use.  
 
Procedures:  If you consent to participate in the survey (by clicking on the "YES" button on the bottom of 
this page) then, you will be asked to indicate demographic information about yourself as a teacher and 
then you will be asked about your training to be a teacher. Next you will be asked about various types of 
discipline and how frequently you use them, how effective you feel they are, and how confident you are 
in utilizing them. After that, you will be asked about your school climate in terms of discipline. Then you 
will be asked about parent involvement in school discipline. Finally, you will read a short vignette and be 
asked to indicate preferred discipline type for the given scenario. Step by step instructions will be given 
throughout the survey.  
 
If you do not consent to participate in the survey (by clicking on the "NO" button on the bottom of this 
page) then, you will be taken to the end of the survey.  
 
Potential Risks and Discomforts: Minimal risk is involved, i.e., it is possible that thinking about student 
discipline issues and administrative pressure may cause participants some temporary minimal 
discomfort. If such discomfort occurs, it is recommended that participants contact their local employee 
assistance program. There are no safety or physical risks associated with this study.  
 
Confidentiality: Participants are insured confidentiality, no identifying information is collected, and 
anonymous responses are password protected.  
 
Finally, please note that your participation in this study will advance the knowledge of teachers' use of 
discipline practices, as well as, potentially inform future teacher training programs and professional 
development.   
 
Participation and withdrawal: Participation in this research study is voluntary and not a requirement or a 
condition for being the recipient of benefits or services from Eastern Illinois University or any other 
organization sponsoring the research project.  If you volunteer to be in this study, you may withdraw at 
any time without consequences of any kind or loss of benefits or services to which you are otherwise 
entitled.  There is no penalty if you withdraw from the study and you will not lose any benefits to which 
you are otherwise entitled.  
 
If you have any questions or concerns about this study, please contact:  
 
Taylor Smith, Principal Investigator 
tnrobinson@eiu.edu 





Assegedetch Haile Mariam, Thesis Advisor 
ahailemariam@eiu.edu or 217-581-6615 
 
By clicking yes, I voluntarily agree to participate in this study.  I understand that I am free to withdraw 
my consent and discontinue my participation at any time.   
Q2 Do you consent to participating in this study?  
o Yes  (1)  

































Factors Influencing Teacher Use of Discipline Strategies 
 
Demographic Information 
Q3 The following items provide non-identifying information about you and your current teaching position. Please 
check one that applies to you. 
 
Q4 Sex: 
o Male  (1)  
o Female  (2)  
 
Q5 Years of Teaching Experience: 
o 0-5 years  (1)  
o 6-10 years  (2)  
o 11-15 years  (3)  
o 16-20 years  (4)  




o African American  (1)  
o Asian  (2)  
o Caucasian  (3)  
o Hispanic  (4)  
o Native American  (5)  
o Pacific Islander  (6)  




Q7 Highest level of education you have received: 
o Teacher Certificate  (1)  
o Post-graduate Studies  (2)  
o Master's Degree  (3)  
o Post-masterate Studies  (4)  
o Doctoral Degree  (5)  
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Q8 Current grade level taught: 
o Pre-K  (1)  
o KG-3rd gr.  (2)  
o 4-6 gr.  (3)  
o Middle School  (4)  
o High School  (5)  
 
 
Q9 Current subject matter taught: 
o Academic  (1)  
o Physical Education  (2)  
o Art  (3)  
o Theatre  (4)  
o Music  (5)  
o Agriculture  (6)  
o Other  (7)  
 
 
Q10 For additional comments for this section, please use this space. 
________________________________________________________________ 
 
Training in Disciplinary Practices 
 
Q11 Which course/courses to manage student behavior in the classroom were required for your 
teaching degree? (Check all that apply). 
▢ Theories of Learning  (1)  
▢ Behavior Management  (2)  
▢ Behavior Modification  (3)  
▢ Other  (4)  
▢ None  (5)  
 
 
Q12 Which of the following best describes how prepared you feel to manage classroom discipline 
problems? 
o Completely unprepared to manage classroom discipline problems.  (1)  
o Somewhat unprepared to manage classroom discipline problems.  (2)  
o Somewhat prepared to manage classroom discipline problems.  (3)  
o Completely prepared to manage classroom discipline problems.  (4)  
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Q13 Please rank the following in order of where you are most likely to turn for classroom discipline 
assistance, 1 being most likely and 4 being least likely.  
______ Research literature (1) 
______ Colleague (2) 
______ Administration (3) 
______ Professional development (4) 
 
 
Q14 How often does your school district offer professional development opportunities for discipline 
issues?  
o Every month  (1)  
o Every semester  (2)  
o Every year  (3)  
o Less than once per year  (4)  
o Never  (5)  
 
 
Q15 Please rank the following in order of which you find to be most difficult about classroom discipline, 
with 1 being most difficult and 4 being least difficult. 
______ Criticism from parents (1) 
______ Criticism from administration (2) 
______ Resistance from students (3) 
______ Lack of training/preparation (4) 
 
Q16 For additional comments for this section, please use this space. 
________________________________________________________________ 
 Frequency 
Q17 Discipline/classroom management is defined as practices teachers/schools use to manage student 
behavior problems. 
 
Q18 Please rank the following discipline strategies in order of frequency of use with 1 being used most 
frequently and 7 being used least frequently. 
______ Reinforcers (e.g., token economy, free time, preferred activity, tangible items) (1) 
______ Environmental Control (e.g., increasing proximity, seating arrangement, in-class time-out) (2) 
______ Record keeping (e.g., behavior logs, discipline logs, charting) (3) 
______ Mild Reprimand (e.g., verbal redirection, stern look) (4) 
______ Harsh reprimand (e.g., stern voice, shouting, lecture/discussion about behavior) (5) 
______ Removal of privileges (e.g., lunch, after school, Saturday detention; missing recess; no parking 
permit) (6) 
______ Exclusion (e.g., sent to office, suspension, time-out room, errands) (7) 
 
Q19 For additional comments for this section, please use this space. 
________________________________________________________________ 
 Effectiveness 
Q20 Discipline/classroom management is defined as practices teachers/schools use to manage student 
behavior problems. 
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Q21 Please rank the following discipline strategies in order of effectiveness with 1 being most effective 
and 7 being least effective.  
______ Reinforcers (e.g., token economy, free time, preferred activity, tangible items) (1) 
______ Environmental control (e.g., increasing proximity, seating arrangement, in-class time-out) (2) 
______ Record keeping (e.g., behavior logs, discipline logs, charting) (3) 
______ Mild reprimand (e.g., verbal redirection, stern look) (4) 
______ Harsh reprimand (e.g., stern voice, shouting, lecture/discussion about behavior) (5) 
______ Removal of privileges (e.g., lunch, after school, Saturday detention; missing recess; no parking 
permit) (6) 
______ Exclusion (e.g., sent to office, suspension, time-out room, errands) (7) 
 
 




Q23 Discipline/classroom management is defined as practices teachers/schools use to manage student 
behavior problems. 
 
Q24 Please rate the following discipline strategies in order of your confidence in implementing them 
with 1 being most confident and 7 being least confident. 
______ Reinforcers (e.g., token economy, free time, preferred activity, tangible items) (1) 
______ Environmental control (e.g., increasing proximity, seating arrangement, in-class time-out) (2) 
______ Record keeping (e.g., behavior logs, discipline logs, charting) (3) 
______ Mild reprimand (e.g., verbal redirection, stern look) (4) 
______ Harsh reprimand (e.g., stern voice, shouting, lecture/discussion about behavior) (5) 
______ Removal of privileges (e.g., lunch, after school, Saturday detention; missing recess; no parking 
permit) (6) 
______ Exclusion (e.g., sent to office, suspension, time-out room, errands) (7) 
 
Q25 For additional comments for this section, please use this space. 
________________________________________________________________ 
 
School Climate on Discipline/Student Behavior Management 
 
Q26 We would like to know the discipline strategies that are practiced in your school as a whole.  
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Q27 Please rank the following discipline strategies in order of frequency of use by colleagues. 
______ Reinforcers (e.g., token economy, free time, preferred activity, tangible items) (1) 
______ Environmental control (e.g., increasing proximity, seating arrangement, in-class time-out) (2) 
______ Record keeping (e.g., behavior logs, discipline logs, charting) (3) 
______ Mild reprimand (e.g., verbal redirection, stern look) (4) 
______ Harsh reprimand (e.g., stern voice, shouting, lecture/discussion about behavior) (5) 
______ Removal of privileges (e.g., lunch, after school, Saturday detention; missing recess; no parking 
permit) (6) 
______ Exclusion (e.g., sent to office, suspension, time-out room, errands) (7) 
 
Q28 Does your school utilize corporal punishment? 
o Yes  (1)  
o No  (2)  
 
Q29 Which best describes your school's discipline policy? 
o Preventative  (1)  
o Reactionary  (2)  
 
Q30 Which best describes your school's discipline policy? 
o Punitive  (1)  
o Instructive  (2)  
 
Q31 What school practice is in place to prevent serious behavior problems? (Check all that apply). 
▢ Counseling  (1)  
▢ Family referral  (2)  
▢ Positive behavior supports  (3)  
▢ Mentor Program  (4)  
 





Q33 Parents should partner with school to manage student behavior problems. 
o Yes  (1)  
o No  (2)  
o It depends on the child/parent relationship.  (3)  
o It is too difficult to involve parents.  (4)  
 
 
TEACHERS’ PERCEPTIONS OF SCHOOL DISCIPLINE PRACTICES 75 
 
Q34 Teachers are encouraged to send notes home about:  
▢ Positive behavior  (1)  
▢ Negative behavior  (2)  
 





Q36 Please read the following scenario and rank the disciplinary measures in the order in which you 
would likely utilize them to manage the behavior.  
 
You are a classroom teacher of both general and special education children.  You have arranged your 
classroom so that students sit in groups of four throughout the room.  You have posted the classroom 
expectations clearly in the room and frequently review those expectations with the class.  One of those 
expectations is for students to be seated and quiet during instruction time.  Korey is a good reader and 
performs well on tests and homework.  However, Korey often talks to peers, asks questions out of turn, 
or tells stories during instruction time.  The problem has been ongoing.  
______ Reinforcers (e.g., token economy, free time, preferred activity, tangible items) (1) 
______ Environmental control (e.g., increasing proximity, seating arrangement, in-class time-out) (2) 
______ Record keeping (e.g., behavior logs, discipline logs, charting) (3) 
______ Mild reprimand (e.g., verbal redirection, stern look) (4) 
______ Harsh reprimand (e.g., stern voice, shouting, lecture/discussion about behavior) (5) 
______ Removal of privileges (e.g., lunch, after school, Saturday detention; missing recess; no parking 
permit) (6) 
______ Exclusion (e.g., sent to office, suspension, time-out room, errands) (7) 
 
 
Q37 For additional comments for this section, please use this space. 
________________________________________________________________ 
 
